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LANGUAGE TEXTBOOKS 
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Abstract  
 
With the recognition that language both reflects and constructs culture and 
English now widely acknowledged as an international language, the cul-
tural content of language teaching materials is now being problematised. 
Through a quantitative analysis, this chapter focuses on opportunities for 
intercultural understanding and connectedness through representations of 
the identities that appear in two leading English language textbooks. The 
analyses reveal that the textbooks orientate towards British and western 
identities with representations of people from non-European/non-Western 
backgrounds being notable for their absence, while others are hidden from 
view. Indeed there would appear to be a neocolonialist orientation in oper-
ation in the textbooks, one that aligns English with the West. The chapter 
proposes arguments for the consideration of cultural diversity in English 
language teaching (ELT) textbook design, and promoting intercultural 
awareness and acknowledging the contexts in which English is now being 
used. It also offers ways that teachers can critically reflect on existing ELT 
materials and proposes arguments for including different varieties of Eng-
lish in order to ensure a level of intercultural understanding and connect-
edness. 
 
Keywords:  English as an international language, intercultural understand-
ing, language textbooks, language and culture, pedagogy 
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Introduction 
 
English is widely acknowledged as the world’s international language and 
lingua franca and has become so widespread that it can no longer be close-
ly linked to any one western country, with L2 speakers of English now far 
outnumbering those of 'native' speakers (Clyne & Sharifian, 2008; Crystal, 
2003; McKay, 2002; Nault, 2006; Rubdy & Saraceni, 2006). Therefore it 
has been argued that English no longer belongs to a particular nation or 
people, as the very term international suggests (Brutt-Griffler, 2002; 
House, 2003; Nault, 2006). Nevertheless, within English language teach-
ing (ELT), the use of UK and US published textbooks and course materi-
als promoting either a British or an American standard of English respec-
tively have enjoyed an unequaled supremacy in ELT for decades (Gray, 
2002). However, with English acknowledged as the international language 
for both commercial and personal communication, the cultural content of 
language teaching materials is now being problematised (see, e.g., Crystal, 
2003; McKay, 2002, 2004; Matsuda, 2002; Nault, 2006; Gray, 2002). In-
deed, within our diverse social landscape today, the importance of lan-
guage, culture and social connectedness is now paramount and questions 
arise therefore regarding the contents and the use of language in ELT text-
books along with the social identities and relations of textbook characters.  
Within ELT, language and culture are now seen as being “co-
constitutive”, (Carr, 1999, p.104) and consequently, with the result of in-
creased globalisation of the English language, there is now a significant 
shift towards an intercultural approach in language teaching (SAEZ, 
2002). Approaches have shifted from the goal being “native”-like profi-
ciency to one where the emphasis is on intercultural communicative com-
petence, whereby language educators are being encouraged to take a more 
diversified cultural perspective, embracing a variety of other cultures in-
cluding the local, which go beyond the United States and Britain, and 
comparing these different cultures in relation to each other, in order for 
intercultural competence to be fostered (McKay, 2002, 2004; Méndez 
Garcia, 2005; Nault, 2006; Sifakis, 2006).  
Questions arise then about textbooks. Textbooks are not neutral; they 
carry messages beyond that of simple fact and reason and are the product 
of dominant social, cultural, political and economical beliefs and practices 
and communicate distinct ideological messages (Apple & Christian-Smith, 
1991; Gray, 2002; Lui, 2005a, 2005b; Shardakova & Pavlenko, 2004). 
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They have acclaimed for themselves a unique position of power, claiming 
a voice of authority on knowledge (Apple & Christian-Smith, 1991; Lui, 
2005b). As a result, curricula are often structured around the selection of a 
particular textbook with the textbooks themselves often considered to be 
the primary source for learning (Lui, 2005b). Indeed, the cultural content 
of language textbooks is often the only scope of cultural knowledge ob-
tained in the classroom with arguably many textbooks designed with aes-
thetics overriding appropriate sociocultural content (Méndez Garcia, 
2005). Therefore, as the primary instruments for language teaching 
(Hutchinson & Torres, 1994) and the disseminators of ELT pedagogy, are 
they reflecting the shift towards understandings about English as a lan-
guage of diverse users and contexts? If language is aligned with culture, 
which culture or cultures and identities should be utilised to teach English 
as an international language? Is an intercultural approach necessary or is a 
monocultural approach sufficient?  
Answers to these questions will be explored in this chapter by examin-
ing opportunities for intercultural understanding and connectedness 
through representations of the identities that appear in two leading English 
language textbooks through a quantitative analysis. Intercultural under-
standing is understood here as a process of international understanding and 
intercultural learning and competence where the perspectives of others are 
considered and acknowledged (Bredella, 2003). Examining the identities 
that appear in the textbooks is significant given how the construct of iden-
tity both shapes and is shaped by language and discourses (Norton, 1997). 
As Leung, Harris and Rampton (1997, p. 544) affirm, “language use and 
notions of ethnicity and social identity are inextricably linked”.  
In this chapter, I take the position that the term “non-native” assumes a 
lack of personal identity or at least an identity inferior to that of the “na-
tive” and supposes a weakness or shortcoming (Holliday, 2005). Indeed, 
with this in mind, the notion of “native” speaking models, with its asserted 
superiority over its “non-native” counterparts, can appear arrogant and 
condescending. However, within the domain of English as an International 
Language (EIL), there are indeed competent users of the language who are 
in no way inferior in their language use than “native” speakers (Braine, 
1999). As Kramsch (as cited in Braine, 1999, p. xv) states, even “‘native’ 
speakers do not speak the idealized, standardized version of their lan-
guage” due to geographical and sociolinguistic influences. Therefore, 
throughout this chapter, “native” and “non-native” will appear in inverted 
commas, as these are the terms used in the discourse of the literature. To 
begin, I review a selection of research concerning the cultural content of 
language textbooks, followed by detailing the methodology I used in the 
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examination of the textbooks and the results. I then discuss the findings 
and make some recommendations exploring implications for teaching with 
emerging global English classrooms in mind. 
 
 
Research Design 
 
Given numerous changing trends in language teaching, not surprisingly, 
there has been a steady increase of research in recent years on language 
textbooks, particularly concerning their cultural content (see, e.g. Hasan & 
Raddatz, 2008; Matsuda 2002; Méndez Garcia, 2005; Ndura, 2004; Taki, 
2008). From a detailed examination of this selection of textbook research, 
it is evident that a significant pattern is emerging. All of the results indi-
cate that to date, ELT textbooks are not meeting the basic needs of learners 
of English who use the language in a variety of ways, including as a lingua 
franca. Research shows that either textbooks orientate towards western 
culture and ideology with little or no inclusion of the other cultures, thus 
giving learners a limited perspective of the international role of English, 
and poor intercultural learning and communicative competence; or, they 
are rejecting all forms of hegemonic notions altogether, focusing on only 
the local culture or no culture at all, leaving a vacuum that requires some 
form of contextualization. Suggested solutions include critical approaches 
being applied, and the inclusion of a wider variety of cultural content. 
However, a review of the research on language textbooks also points 
out that within this age of increased awareness of cultural issues and glob-
alisation, there are very few studies examining intercultural issues directly 
and even fewer examining these issues in recently published popular ELT 
textbooks which boast worldwide circulation. It is expected therefore that 
English, as an acknowledged international language is now being recog-
nized in recently published ELT textbooks, which foster some degree of 
intercultural understanding. Therefore, the textbook analysis presented 
here offers an overdue contribution to this growing field of research.  
In order to ascertain opportunities for intercultural understanding and 
connectedness in the textbooks, the questions explored in the textbook 
analysis are, 
 
~ What identities are being represented and do these reflect an English-
speaking world? 
~ Who is included and who is ‘hidden’ from view? 
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The two textbooks selected for the analysis are New Headway Pre-
Intermediate Student’s Book (NHW), (Soars & Soars, 2007) and New Cut-
ting Edge Pre-Intermediate Students’ Book (NCE), (Cunningham & Moor, 
2005). A number of criteria guided the textbook selection: 
 
• They are recently published.  
• The particular level chosen – Pre-Intermediate, is a happy medi-
um between beginner and more advanced learners, and is very 
popular with language schools and language learners, both in 
Australia and overseas.  
• They both provide comprehensive skills work across all the mac-
ro-skills, along with grammar, vocabulary and pronunciation. 
• They are market leaders boasting bestseller status and have an 
unprecedented history of publication. The particular textbooks 
chosen are in their second series of publication or in their third 
edition. 
• They are published by leading publishers who have a renowned 
international presence in educational literature. 
 
Although this analysis is limited to these textbooks, they serve as a model 
for many other texts and teaching materials on the market. Hence, it is 
hoped that the results of the analysis will indicate how recently published 
texts are reflecting the use of English on a global scale.  
In order to determine the identities, each textbook was systematically 
reviewed page by page, as each unit was examined. To maintain a reliable 
and fair comparison between the two textbooks, accompanying material, 
extra activities in the back of the textbooks and the unit review sections 
were not included in the analysis, as this differed greatly between the two 
books. Each detail being analyzed, i.e. nationality, ethnic appearance (e.g. 
Caucasian), social position/occupation, sex, and age, was recorded and 
counted with a final percentage given for the number of occurrences. This 
quantitative method of analysis was chosen so a clear picture could be 
seen of who is included in the textbooks, and who is absent. For reasons of 
consistency, only the main characters in the texts, photographs and illus-
trations were recorded since with other minor characters, there was very 
often insufficient information to give a reliable data set, (e.g. only the 
name of the girlfriend of the main participant in a particular text is given). 
Additionally, where visual images showed a number of people, only the 
main characters related to the accompanying text were recorded to avoid 
an unwieldy set of data. Photographs showing a great mass of people were 
not documented for this same reason. Where the nationality was not evi-
 CHAPTER FOUR 
 
 
62 
 
dent, and subsequently, whether or not they are a “native” speaker, a ques-
tion mark was recorded for both areas rather than assuming the infor-
mation. Characters were not recorded from sections of text that were out 
of context, i.e. grammar or vocabulary practice tasks. The main characters 
in the texts and visuals were grouped together since most of the characters 
appear in both, in which case, only one record was made; if the same char-
acter appeared more than one time in a section or page, I only recorded the 
character one time. This was done to maintain consistency in data collec-
tion and to avoid an unwieldy set of data. These were then classified into 
general geographic regions for the nationalities and appearances. The so-
cial positions/occupations were also classified into general categories to 
avoid an unwieldy data set.  
 
 
Findings 
 
Overall, the analyses reveal that the textbooks orientate towards British 
and western identities with representations of people from non-
European/non-Western backgrounds being notable for their absence, while 
others are hidden from view. As table 1 shows, both textbooks orientate 
towards western identities, with a significant dominance of characters 
from the UK (41.25% on average). Of the remaining characters, North 
America is represented an average of 7.05% and South East Asia an aver-
age of 2.05% and those from South America, India and countries in Africa 
less than 1%. Of particular note, are the number of characters who do not 
have a clear identity, with 50% of characters in NCE and 31.3% in NHW 
who don’t have a defined nationality.  
Regarding the appearance of these characters, as table 2 shows, an av-
erage of 64.1% are Caucasian, with only 9.1% pictured as non-Caucasian. 
Significantly, an average of 26.8% of characters are hidden from view so 
their appearance and there an indication of their identity is unknown. 
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Table 1 Nationality analysis results 
 
NATIONALITY AVERAGE 
FROM BOTH 
TEXTBOOKS 
NEW 
HEADWAY 
NEW 
CUTTING 
EDGE 
 
% # % # % 
UK 41.25 143 48.8 148 33.7 
US & Canada 7.05 23 7.8 28 6.3 
Europe 6.8 28 9.5 18 4.1 
Australia & New Zea-
land 
-- 0 0 5 1.1 
South East Asia 2.05 3 1 14 3.1 
South America 0.7 1 0.3 5 1.1 
Africa -- 3 1 0 0 
India -- 0 0 1 0.2 
Undefined 40.65 92 31.3 219 50 
Total  293 438 
# = Number of occurrences 
 
Table 2 Appearance analysis results 
 
APPEARANCE AVERAGE 
FROM BOTH 
TEXTBOOKS 
NEW 
HEADWAY 
NEW CUTTING 
EDGE 
% # % # % 
Caucasian 64.1 186 63.4 286 64.8 
Black Afri-
can/Caribbean 
3.65 13 4.4 13 2.9 
South East Asian 3.15 7 2.3 18 4 
Central Asian 0.95 2 0.6 6 1.3 
Eastern European -- 4 1.3 0 0 
Middle Eastern -- 1 0.3 0 0 
‘Manga’ -- 0  0 2 0.4 
Undefined 26.8 80 27.3 116 26.3 
Total 293 438 
 
In terms of social position, table 3 reveals that over half of the characters 
in the texts are socially positioned as either family or friends (25.6%), or 
by their business or occupation (27.6%), Of the jobs and occupations men-
tioned, many are highly paid and would sit within the realm of middle 
 CHAPTER FOUR 
 
 
64 
 
class society, (e.g. doctor, scientist, manager, editor, lawyer). Indeed, 
many of these characters appear together as social equals, except for the 
8.95% who are the recipients of a particular business or service. Of the 
remaining social positions represented, people in the entertainment indus-
try outnumber others (6.9%) indicating a desire from the publishers to 
keep personal interest alive in the material. Interestingly, students do not 
appear often (averaging 4.6%), retired participants appear more in NHW 
than NCE, and 16.3% of participants do not have a defined social position.  
 
Table 3 Social position and occupation analysis results 
 
SOCIAL POSITION/  
OCCUPATION 
AVERAGE 
FROM BOTH 
TEXTBOOKS 
NEW 
HEADWAY 
NEW 
CUTTING 
EDGE 
 
% # % # % 
Family/friends 25.6 79 26.1 110 25.1 
Professional/occupational 15.25  
27.6 
45 15.3 67 15.2 
Business/commercial 12.35 48 16.3 37 8.4 
Customer/clientele/patient 8.95 26 8.8 40 9.1 
Entertainment 6.9 12 4 43 9.8 
Student 4.6 14 4.7 20 4.5 
Retired 2.3 12 4 3 0.6 
Interviewer 1.65 8 2.7 3 0.6 
Other 5.15 15 5.1 23 5.2 
Undefined 16.3 34 11.6 92 21 
Total  293  438  
# = Number of occurrences 
 
Finally, regarding the participants’ ages and gender, each generation is 
represented a number of times in both textbooks, although table 4 shows 
that almost half (45.5% on average) of the characters are aged between 20 
and 40 years of age indicating the expected age of the target audience. 
Again, this analysis reveals that clear identities of a number of characters 
are hidden from view with an average of 27.7% of character’s ages that 
cannot be identified. Overall, in both textbooks, table 5 shows that there is 
a fairly equal amount of males (56.95%) and females (42.45%). 
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Table 4 Age analysis results 
 
AGE AVERAGE 
FROM BOTH 
TEXTBOOKS 
NEW HEADWAY NEW CUTTING 
EDGE 
% # % # % 
0 – 10 3.55 9 3 18 4.1 
10 – 20 6.65 24 8.1 23 5.2 
20 – 40 45.5 117 39.9 224 51.1 
40 – 60 12.5 38 12.9 53 12.1 
60 + 3.8 16 5.4 10 2.2 
Undefined 27.7 89 30.3 110 25.1 
Total 293 438 
# = Number of occurrences 
 
Table 5 Gender analysis results 
 
GENDER AVERAGE 
FROM BOTH 
TEXTBOOKS 
NEW HEADWAY NEW CUTTING 
EDGE 
% # % # % 
Male 56.95 167 56.9 250 57 
Female 42.45 124 42.3 187 42.6 
? (baby) 0.4 2 0.6 1 0.2 
Total 293 438 
# = Number of occurrences 
 
Discussion 
 
The analysis reveals that limited opportunities are provided in the studied 
textbooks for intercultural understanding and connectedness for language 
learners. Visual and textual representations of British and western identi-
ties predominate. The textbook characters are largely Caucasian in appear-
ance with a good proportion holding high status and frequently highly paid 
social positions and occupations such as doctors, scientists, managers, edi-
tors, and lawyers. In contrast, representations of people from non-
European/non-western backgrounds are notable only by their absence. The 
lifestyle and its accompanying values represented in these textbooks is 
affluent, western and middle class, leaving limited scope for understanding 
the diversity of English users and uses globally. This predominance pre-
sents a restrictive impression of who really learns and speaks English. In-
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deed, with English now being spoken by millions in what Kachru (1992) 
refers to as outer and expanding circlesi rather than in the inner circle, the 
“dynamic cultural backdrop” (Nault, 2006, p. 316) behind the English lan-
guage needs to be recognized if English is being acknowledged as an in-
ternational language (Nault, 2006). Although this is hinted at by both text-
books in their limited inclusions of different nationalities and appearances 
of the people, it would appear that a greater degree of cross-cultural inclu-
sion is necessary to build more intercultural understanding and connected-
ness in language learners.  
In addition to the dominant representation of western identities, a sig-
nificant number of characters do not have a clear identity, with their na-
tionality, appearance, social position and age hidden from view, leaving 
the reader to speculate who they are and where they are from, although a 
name or other information revealing their existence is provided. If, as 
Bredella (2003, p. 39) argues, intercultural understanding and connected-
ness is a process of “reconstructing the context of the foreign, taking the 
others’ perspective and seeing things though their eyes”, then meaningful 
opportunities for intercultural learning lie in the visual and textual presen-
tation of clear identities with which learners can engage and relate. As Hill 
(2007, p. 261) asserts, the process of intercultural understanding itself is a 
“two-way process between cultures, not a one-way street”. 
A significant example of hidden identity can be found in the opening 
section of unit 2, p. 14-15 in NHW, where the work, activities and life-
styles of two women, Lien Xiaohong from Guangdong Province in China 
and Anne-Marie Boucher, a French Canadian from Quebec City in Canada 
are presented and compared. In terms of the visual images, a particularly 
striking contrast provides an illustration of restrictive identity representa-
tion, invisibility and cultural stereotyping. Anne-Marie is pictured in a 
small square frame facing the reader, with her husband slightly blurred in 
the background. She is smiling and engaging the reader with full eye con-
tact. Immediately below is a picturesque image of her home in the snow 
and another picture of dogs pulling a sleigh. The reader is left in no doubt 
of Anne-Marie’s identity. She appears happy and content with her life. In 
stark contrast, to the far right of the double page spread, which is noticed 
only after the reader’s eye scans over the written text, are two pictures 
showing some young women from China. The picture at the top shows 
two Chinese women dressed in protective clothing working in a toy facto-
ry, painting toy horses. Their expressionless gaze is focused away from the 
camera on their work. In the picture below are three Chinese women, who 
are not smiling but focused intently on a computer. It is unclear if they are 
the same women in the picture above. From these images, Lien cannot be 
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identified, in other words she has a name, age, nationality and a social po-
sition but she has no face. While Anne-Marie’s photograph is much small-
er, her image engages directly with the reader whereas Lien’s personal 
identity is left hidden.  
After examining the texts discussing Lien and Anne-Marie’s life, con-
trasts can be found in the language models used. In a grammar practice 
exercise, both women are asked three different questions about their life 
and work. The questions for Lien are grammatically simple, uninteresting 
and require mechanical answers. On the other hand, the questions for 
Anne-Marie are open questions, more interesting and require more com-
plex answers. This reveals a strong bias towards Anne-Marie, indicating 
that since Lien is a “non-native” speaker from a non-western country, that 
her English is inferior and her life less interesting and therefore less im-
portant. Additionally, all the texts concerning Anne-Marie paint a positive 
picture of her lifestyle. Her biggest challenges seem to be battling with 
freezing cold and not having a lot of free time,  
 
They [Anne-Marie and her husband] don’t have much free time. ‘But I like 
it that way,’ she says. ‘And I love meeting new guests’. In winter it’s very 
cold, -10C. Their guests go skiing or snowmobiling in Mont Sainte-Anne 
Park (NHW, 2007, p. 15, emphasis mine).  
 
In contrast, language used about Lien’s life and work focuses on details of 
how she must live far from home, in a dormitory, work long hours and 
how much she is paid, 
 
She works from 8am to 7pm. She has just an hour for lunch. She says, 
‘…it's very tiring. When I'm not working or studying, I sleep’. Her month-
ly wage is about $65, enough to send a little back home to her family…She 
says, ‘I haven’t got any money left to buy things for me’ (NHW, 2007, p. 
14, emphasis mine).  
 
From the extracts, it is evident that Anne-Marie is satisfied and happy with 
her life, while Lien is portrayed as an overworked unhappy woman, who 
appears to be desperately trying to improve her computer and English 
skills so one day she can be her “own boss”. The text overall creates an 
impression that Anne-Marie ‘has arrived’ in life; she has everything that a 
western middle class society could offer her. In contrast, Lien has far to go 
in reaching a comparable standard and the text reveals her earnest desire to 
be in a better position both socially and economically.  
From this example and the results of the analysis in general, there 
would appear to be a neocolonialist orientation in operation in the text-
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books that aligns English with the west, its values and its status symbols 
(Phillipson, 1992). Indeed, Kubota (as cited in McKay, 2002) states that 
the ELT profession encourages negative sentiment towards non-
westerners, as it often depicts ‘native’ speaker nations and their subjects as 
being more superior. This tendency can have a profound effect on learn-
ers’ views of the world. As Ndura (2004, p. 151) argues, bias in teaching 
material “fails to reflect the diversity of students’ lives and cultures and as 
such delivers an incomplete message about society.” I argue therefore, that 
if international understanding and intercultural competence is to be effec-
tively fostered in language teaching material, the identities of all the peo-
ple need to be represented explicitly, positively and without bias.  
In summary, although there are some examples of different nationali-
ties, appearances and social positions in both textbooks, overall the sphere 
of inclusivity is predominantly western, and in particular, British. As one 
editor from an EFL Internet site  comments, “It [New Headway] is espe-
cially suitable for students studying in the UK or whose interest in things 
British is partly what is motivating them to study” (Case, 2005). Indeed, 
these textbooks appear to target an audience of English language learners 
in Britain and Europe. However beyond the context of learning English in 
Britain or Europe, representations of identities from the wider English 
speaking community are absent. This absence is potentially problematic 
given that both of these textbooks are widely used in many other areas of 
the world such as Australia and South East Asia, where language learners 
may never meet a British subject or travel to Europe. Indeed, Nault (2006) 
purports that a prominence on British or American models of language and 
culture give a false impression that “native” speakers are homogeneous 
and ignore the fact that English is widely used in other “inner circle” coun-
tries and even more widely used in ‘outer circle’ countries. As Matsuda 
(2002) argues, monoculturalism in English language textbooks is a serious 
deficit, which could result in resistance and confusion to different varieties 
of English. Similarly, Ndura (2004) argues that portraying a false reality of 
life–that of a utopian monocultural ideology does not cultivate intercultur-
al learning and understanding. What is required then are considerations of 
cultural diversity in ELT textbook design, as a means of ‘bridging the in-
tercultural gap’ and promoting intercultural awareness and acknowledging 
the contexts in which English is now being used. As Matsuda (2002) ar-
gues, while including reference to English’s colonial past is useful, includ-
ing different varieties of English, discourses, interactions and cultures, will 
contribute towards creating and maintaining a degree of intercultural un-
derstanding and connectedness. 
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Toward pedagogical change 
 
Alongside these considerations, a number of scholars argue that critical 
engagement with ELT materials is necessary for promoting intercultural 
awareness, both as teachers and in the language classroom (see e.g. Gray, 
2000; McKay, 2002; Ndura, 2004; Sifakis; 2006). By questioning what 
exactly is being taught and how the language and visual images are being 
presented, along with casting a critical eye on the contents, the identities 
of the people in ELT textbooks, the relations in which they are involved 
and being aware of any biases and “silences”, teachers can help to deter-
mine what ideologies are being upheld, and if these are appropriate for the 
learners (Hadley, 2004; Ndura, 2004). The following questions can also be 
asked: What contexts are being used? Is there a realistic reflection of the 
learners’ present and future contexts? Do the materials empower the learn-
er and encourage preservation of individual identities and cultures? What 
opportunities are there for the fostering of international understanding and 
intercultural competence? A careful examination of ELT textbooks will 
help teachers identify “gaps” where opportunities for intercultural aware-
ness are absent, which can be “bridged” by establishing if any adaptation, 
omission of areas, or supplementary materials are necessary. Similarly, 
taking a critically reflective approach with the textbooks in the classroom 
would encourage learners to look beyond the linguistic scope of the text-
books and enable critical engagement of the “cultures which produce 
them” (Gray, 2000, p.280). As Ndura (2004, p.152) asserts, intercultural 
learning is facilitated when language learners question and challenge rep-
resentations found in ELT textbooks and understand that “there is not one 
truth, but multiple truths”.  
In addition to incorporating more critical awareness of teaching mate-
rials, it is argued that an approach focusing on a “repertoire of language 
competence” (Canagarajah, 2006, p. 210), rather than uncritical adherence 
to a “native” speaker norm will encourage learners to consider English 
beyond the scope of Britain and the US, and so foster its international 
qualities, where “cross-cultural comprehensibility between learners [is] a 
communicative goal” (Sifakis, 2006, p. 153). This approach embraces an 
“emerging third place” (Kramsch, 1993, p. 236) where rather than being 
encouraged to acquire the linguistic competence and an identity matching 
that of ‘native’ speakers, language learners instead learn negotiation skills 
so they can effectively mediate with speakers of English from a variety of 
different cultural backgrounds (Corbett, 2003; Pegrum, 2008). Conse-
quently, learners are exposed to culture as a dynamic entity with its abun-
dance of variations, and learn to critically reflect and view different cul-
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tures with conversant understanding (Alred, Byram & Fleming, 2003; 
Corbett, 2003; Méndez Garcia, 2005; Pegrum, 2008). As Tomlinson 
(2006, p. 143) claims, learners can develop “a fluent inner voice in EIL” 
which can preserve their own cultural identity and empower them to 
communicate effectively, and with confidence. These approaches would 
necessitate a different use of ELT teaching materials and different organi-
zation of activities to enhance communication between the learners, which 
may then contribute towards intercultural competence and help to maintain 
the individuality and cultural identity of the learners.  
With these recommendations in mind, it appears that English language 
teaching is on the brink of significant change. Through the analysis pre-
sented here, it appears that two recently published ELT textbooks continue 
to present materials and pedagogy that are more reminiscent of past text-
books and a time before “World Englishes” took centre stage. Both text-
books reveal ‘gaps’ in intercultural understanding, which continue to ne-
glect the needs of non-western learners of English who may intend to use 
the language internationally and not necessarily with “native” speakers. 
The findings from this study call not only for ELT textbooks to address 
these changing trends but also for critical engagement with existing texts 
and reconsiderations in ELT pedagogy and practice, all of which warrant 
further research that contributes to improved intercultural understandings 
for our English language learners. 
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Note 
 
i According to Kachru’s (1992) model, English speakers can be divided into three 
main domains: the inner circle, i.e. UK, US, Canada, Australia, NZ, SA; the outer 
circle, i.e. Singapore, India, Sri Lanka, Philippines (and so forth); and the expand-
ing circle, i.e. China, Thailand, Japan, Russia and so forth. 
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